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The purpose of this study was to observe and evaluate the affective
teaching practices of twelve learning disabilities interns from Atlanta
University through use of an observation checklist and to determine the
students' perceptions of the teachers.
The subjects used for this study were seventy-five students from
twelve different elementary schools in the Metropolitan Atlanta School
District. The students were all classified as learning disabled by a
psychological evaluation and enrolled in a learning disabled class. An
observation checklist and student rating scale constructed by the investi¬
gator were utilized to observe affective teaching practices. It was
scored by the investigator and the college supervisor. The Student Rating
Scale was given to each student intern to administer to the first hour
morning class while the investigator was present. Each third question on
the rating scale pertained directly to the student's perception of the
teacher. The observations and the ratings were done within a two-week
period.
The frequency of items was obtained and the percentage of teachers
evidencing that they did affective teaching was calculated. The results
indicated that approximately 91 percent demonstrated use of affective
practices in the classroom. The summary of student perceptions indicated
that teachers were rated high on practices considered as affective.
There was very little difference indicated between the investigator's
observation and the student's ratings. The student's perception of the
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teachers in most instances supported the fact that affective teaching
was being demonstrated. In some cases, the students’ ratings were
higher than those of the observers. It was concluded that the affective
learning experiences the interns had prior to their internship contri¬
buted to their apparent success in demonstrating humanistic approaches.
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It is becoming increasingly apparent to educators that they can no
longer separate parts of the learner in the teaching process. The individ¬
ual child must be seen as a whole and any learning experience for the
child must take into account the child as a whole being. If only cognitive
learning is the focus then only a segment of the child will be reached;
however, if in planning learning experiences, emphasis is on self-disci¬
pline, self-evaluation, self-direction in addition to intellectual
functioning and development of motor skills, then a warm classroom atmos¬
phere will greatly enhance the child by providing opportunities that will
help him to develop to his fullest potential. For many years educators
have discussed individual differences, but for far too long educators have
failed to consider individual differences in planning. Educators have
developed a very comprehensive list of characteristics of the learning
disabled child. Among those most frequently mentioned are poor motor skills
and visual impairment. Children labeled as learning disabled are likely to
have a poor self-concept as a result of these deficiencies. Not enough
attention has been given to development of a positive self-concept of the
child. Systematically, little provision has been made with the child's
social and emotional problems. It is the consensus of many researchers that
self-concept is related to many factors which are associated with failure in
school. Since the child with learning disabilities has already established
a pattern of failure and has experienced much frustration, he is likely to
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have a poor self-image. Those people who label him and place him in a
special class usually contribute to the poor self-esteem because this
separates him from his peers and forces him to see himself as being dif¬
ferent from other children. There is a tremendous need for teachers to
use a humanistic approach with children who are learning disabled.
Many organizations designed to foster change in Special Education in
the schools are currently gaining momentum basically because they want
these children to be treated with respect and appreciated for themselves
with whatever strengths or limitations they possess. School experiences
should help the student to develop a desire to learn more about what has
been taught. If his feelings, interests, needs, and abilities are taken
into consideration, when planning is done, he is more likely to achieve
and have a desire to learn more.
Rationale
For many years, educators have set goals for education which included
all areas of learning. The philosophies, policies, and objectives have all
indicated that cognitive learning, affective learning, and psychomotor
learning are ultimately a part of the learning experience. However, major
concern has been focused on the cognitive and psychomotor areas of learning.
There has consistently been more attention given to methods of teaching,
rather than feelings, needs and interests of students with regard to learn¬
ing. The feelings of the learner regarding himself and how he perceives
the learning environment and responds to it, should be integral parts of the
total educational process. It is imperative that educators recognize that
teaching involves a relationship between the teacher and the student. Learn¬
ing involves the whole person. Teaching seems to be done without touching
base with the learner's feelings, without developing positive attitudes
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toward learning in a large number of situations. Ultimately, there must
be a coming together of curriculum and feelings so that the learner can
discover who he is. Educators must come to the realization as Don E.
Hamachek has suggested that, "Teaching is first and foremost a relation¬
ship between the teacher and the student which includes human behavior ,
human meanings and human understandings that grow out of uniquely human
.,1experiences."
Evolution of the Problem
During the first and second semesters of 1978-79, the investigator
did a supervisory practicum. The investigator observed in twelve different
Learning Disabilities classes in the Metropolitan Atlanta School District.
All classes observed for this study were elementary learning disabled
classes, where Atlanta University students enrolled in the Learning Dis¬
abilities Masters Program were assigned as interns. The investigator’s
task, as an education specialist level student, was to supervise master's
level interns. The investigator made a minimum of three trips to each
classroom and observed for a period of one hour per visit, using a log to
record observations. During the observation, evidence was recorded that
many of the interns utilized few affective techniques although they had
been exposed to a program which emphasized humanistic practices. Consequent¬
ly, more focus was given to interpersonal skills in the campus seminars of
the Learning Disabilities Program. The students attended conferences which
stressed classroom management focusing on feelings of learners, touching the
students, and commanding the student's attention. Class demonstrations,
^Don E. Hamachek, Introduction to Humanistic Education Sourcebook, by
Donald A. Read (Englewood Cliffs, NJ: Prentice Hall, Inc., 1975), p. 11.
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book reviews, and role playing were provided to help them acquire more
knowledge in the area of interpersonal skills. As a result of the pre¬
liminary observation, the investigator felt it would be interesting to do
a follow-up of the interns.
Statement of the Problem
The problem of this study was to determine if affective or humanistic
practices are taking place in classrooms where interns are assigned and to
ascertain the perceptions of students about affective practices which are
inherent in the classroom.
Purpose of the Study
The major purpose of this study was to observe and evaluate twelve
master's level Learning Disabilities students from Atlanta University as to
their application of humanistic practices in teaching, according to the
instrument utilized.
Research Procedures
The research procedures utilized by the investigator are listed below:
1. The investigator and college supervisor observed student
interns and used an observational checklist to record
behavior in the classroom.
2. The investigator obtained permission for the interns to
administer student rating scales while the investigator
was present.
3. The investigator discussed with each intern the importance
of affective learning and how it was utilized in their
classroom.
4. The investigator taped the responses of the student interns
and the supervising teachers for the purpose of organizing
them into narrative form.
5. The investigator reviewed the tapes and analyzed the check¬
lists and rating scales.
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6. The analysis was done by getting the frequency of items
and percentage of teachers doing affective teaching.
Description of Instruments
Two instruments were used in order to collect data:
1. The observation checklist was used to record specific,
behavioral humanistic practices that were observable
in the classroom. It focused on learning climate, class¬
room management, accessibility, use of materials, learning
activities, instruction, self-perception of teacher, posi¬
tive reinforcement techniques, planning, and building
self-esteem in students.
2. The student rating scale was designed to determine how
the student perceived the humanistic attitude projected
by the teacher.
It contained 26 items which focused on feelings regarding
himself, his peers, and his teacher.
The students' responses were scored only on items pertain¬
ing to perceptions regarding the teacher.
The checklist and rating scale were developed by formulating a defini¬
tion of affective teaching and reviewing the literature to determine the
components of affective teaching. The components were put into observable
practices. The checklist was rated by a sample of fifteen students in the
Learning Disabilities Methods class. Scoring for the checklist and rating
scale was based on a one point scale for each item observed and 0 for each
item not observed.
Definition of Terms
The significant terms used in this study are defined below:
1. Affective—refers to the feeling or emotional aspect of
learning. It focuses on one's attitude toward learning,
his motivation for learning, and his feelings of success
once he has learned.




3. Cognitive—means intellectual functioning. It focuses on
what is learned and the process of learning.
4. Psychomotor—refers to motor skills or manipulative skills.
5. Self-Concept—refers to one's total assessment of his
appearance, background experiences, abilities, attitudes,
and beliefs in relation to himself and others.
6. Humanistic Teaching—implies a person-centered approach to
teaching which emphasizes self-direction, student initiated
learning experiences, decision making and enhancing the
self-concept of learners.
Limitations of Study
The study involved twelve of the seventeen learning disabilities in¬
terns because only twelve were in resource rooms. The study included less
than 5 percent of all the learning disabilities classes in the Metropolitan
Atlanta area. No effort was made to determine the student's ability to
follow directions in doing an exercise of this type. The fact that the
student interns were assigned to someone else's classroom, rather than
their own, may have limited them in what they felt free to do in relating
to the students. In some systems, the classes were quite structured and
any deviation from that format was discouraged. Many students were not
familiar with a scale of the type utilized in the study. In some instances,
students might have been inhibited by the nature of the investigation.
Therefore, they may not have been completely honest. Observation schedules
were interrupted by achievement testing (which was completed just prior to
the investigator's visit), presence of school system supervisory personnel,
presence of representatives from Southern Association (who were observing
for accredidation purposes). Any one or combination of these variables
might have altered the number or degree of responses.
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Method of Research
The direct observation method of gathering research was employed.
Direct observational techniques utilizing an observational checklist and
a student rating scale were employed. The observation was conducted by
the investigator and college supervisor. The rating scale was adminis¬
tered during the first period class in the morning by the student intern
while the investigator was present. The subjects for this study were
seventy-five elementary students who were identified as learning disabled.
Twelve interns were requested to administer a rating scale to the first
hour class.
CHAPTER II
SURVEY OF PERTINENT LITERATURE
The investigator reviewed literature under the following topics:
(1) literature related to Foundations of affective or humanistic education;
specifically, (a) Forerunners of humanism, (b) the Renaissance period, and
(c) Modem Humanism; (2) literature relating to Approaches to Learning,
which includes (a) Cognitive, (b) Affective, and Cc) Psychomotor learning;
C3) literature related to the Self-Concept, and (4) literature related to
use of the affective approach with children who have learning disabilities.
Foundations of Affective or Humanistic Education
Forerunners of Humanism
The early Greeks are credited with putting humanistic principles into
practice. Greek philosophers established the humanistic tradition during
the Golden Age of Greece during the period 600 to 388 B.C.^ The Greeks
were committed to the belief that each individual had innate worth which
was essential by virtue of being human. It was the opinion of the Greeks
that although human worth implied freedom, one could not have freedom with¬
out responsibility and freedom had to be kept within limits. The code of
living which the Greeks established was humanistic by nature. They saw the
main purpose of the law as being to make both life and property secure for
^Robert Ulich, History of Educational Thought (Cincinnati, Ohio:
American Book Company, 1945), p. 51.
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members of society. Socrates was insistent upon individual morality. He
maintained that one's conscience may be a better guide to right and wrong
than the demands of society.^ Plato and Aristotle in fact shaped much of
the humanistic guidelines or principles that are apparent today.
Humanism During the Renaissance
Humanism surfaced again during the Renaissance period. The learned
men of this period were inspired by the Greek concern for man as man, and
they endeavored to determine what was needed to provide all men with better
2
living and make people more responsible for their lives. Because of the
lack of provision for education and training during the Renaissance, atten¬
tion was focused on the humanities which included such areas as moral
•z
philosophy, grammar, rhetoric, history, and ethics of the Greeks. Humanism
emphasized learning for the here and now, which later caused dissension in
the church. The theme of concern for mankind began to develop and as a
result the church leaders began spreading humanism which was labeled as
Christian Humanism.'^ When trouble developed in the church over this liberal
thinking, a rebellion ensued as a result of the efforts of such men as
Martin Luther and John Calvin, and the emphasis tended to shift.
Humanism continued to develop as a number of philosophers were heard.
Among these philosophers was Gottfried Leibitz who maintained that behavior
sprang from within the person and it involved purpose, direction and judge¬




Williston Walker, A History of the Christian Church (New York:
Charles Scribner's Sons, 1959), pp. 291-293.
^Ibid., p. 294.
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nature was basically good, but civilization actually corrupted man. It was
his opinion that God, man and nature are good.^ Another philosopher,
Voltaire, strongly criticized the establishment of that day, he felt that
all men should have the right to freedom of thought and action.
With the dawn of the nineteenth century, other scholars begin to make
their voices heard. One such voice was that of John Stuart Mill, a British
philosopher, who held that knowledge should be gained through one's own
efforts and based on experience rather than unquestioningly accepting the
2
authority of others. Others who had an impact in the shaping or formal¬
izing of humanism included Herbert Spencer, Henry David Thoreau, and
3
Ralph Waldo Emerson. At the turn of this century, several psychologists
initiated theories which focused on behavior, although humanistic principles
were still being stressed. William James developed his theories regarding
free will. He expressed the view that man functioned on the basis of ideas
and that he validated those ideas as he lived them out and saw their conse-
4
quences. James later had a great impact on education.
John Dewey viewed man as an active manipulator of his life and his
environment. He saw knowledge and reality as growing out of that active
experience. One of his greatest concerns was that human development lay in
the process of interacting with and remaking the environment. Dewey applied
many of his theories to education.^ Dewey felt that mastering the methods
^Ibid., p. 295.
2
C. M. Charles, Educational Psychology: The Instructional Endeavor
(St. Louis: The C. V. Mosby Company, 1976), p. 23.
^Ibid., p. 23.
4
Walter B. Kolesnik, Educational Psychology (New York: McGraw-Hill
Book Company, 1970), pp. 246-247.
^Ibid., pp. 208-209.
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of reflective thinking was vital to student's education because it enabled
him to deal intelligently with problems encountered in social situations:
(1) a first step was to have the student learn how to think reflectively
by involving him in meaningful activities that are worthwhile to him,
(2) problems would grow out of this experience which the learner would wish
to solve, (3) the learner would formulate a hypothesis on tentative solu¬
tions to the problem, and (4) the learner would test the hypothesis in
order to discover its validity for himself. Dewey saw the role of the
teacher as being to arrange for kinds of experiences which will engage the
interests and activities of the student. He felt the activities should
encourage future growth. The problems should grow out of the students'
present experiences, be within the range of his capacity, and enhance his
interest in gathering additional information.^
Gestalt psychologists had a great affect on the development of human¬
ism because they focused on ways that sensory information was formed into
2
patterns by the mind and made recognizable to the individual. The impact
of Gestalt psychology was reflected in educational practices. One of the
principle aspects of Gestalt psychology is awareness, internal awareness of
3
mind, and feelings regarding how we react to people and situations.
Psychodynamics had wide-reaching impact on the development of humanism. A
major proponent of psychodynamics was Sigmund Freud, who gave attention to
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Today there is a new emphasis which focuses on influencing behavior.
This concept of humanism deals with the self, the self-concept, self-
actualization, emotions, perception, morality, attitudes, and personal
worth.
Modem day humanists include psychologists such as Gordon Allport,
Abraham Maslow and Carl Rogers, all of whom have made significant contri¬
butions to the enhancement of humanism. In the book Becoming: Basic
Considerations for a Psychology of Persons, Gordon Allport stressed the
fact that human behavior is greatly affected by activities of the mind
which include perceptual organization, recognition of structure, active
problem solving and purposive goal-directed action.^ He insisted that
behavior could not explain human personality as Freud has suggested. It
is generally agreed that Abraham Maslow, laid the foundation for modern
humanism with his very comprehensive works. His background and experience
included a connection with the Gestalt psychologists. In his book. Toward
a Psychology of Being, Maslow sets forth the. idea that human beings have an
inner nature that consists of potentialities paired with a drive to realize
those potentials. This inner nature is not evil, but its release results
2
in behavior considered good by adult society. Maslow introduced a theory
of human motivation. He believed that our human needs arranged themselves
in hierarchies of prepotency. He theorized that as each lower level human
need is fulfilled, there appears a higher level need that the individual
seeks to meet. Beginning at the base, physiological needs (food, water)
^Gordon W. Allport, Becoming: Basic Considerations for a Psychology of
Persons (New Haven, CT: Yale University Press, 1955), p. 106.
2
Abraham H. Maslow, Toward a Psychology of Being (New York: Van
Nostrand Co., 1968), p. 177.
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need to be met, when these are met, safety needs emerge. As the safety
needs (from fear, threat) are taken care of, the need for love and belong¬
ing surfaces. Once the needs for love and belonging are satisfied, one
endeavors to reach self-actualization, which is felt to be the essence of
humaneness. It is only then that we become real, genuine persons. Maslow
felt that the major objective of education was the self-actualization of
a person, becoming fully human, developing to his fullest potential. He
saw education as learning to grow, learning what to grow toward, learning
what is good and bad, learning what is desirable and understandable, learn¬
ing what to choose and what not to choose.^ He saw learning one's identity
as an essential part of education.
Carl Rogers, a clinical psychologist, is the most eminent authority
in modern humanism. He has written numerous books and articles, and has
directed much of his attention to education. He instituted a widely
accepted theory of counseling called client-centered counseling. Rogers
advocates a theory of psychotherapy, called non-directive, which focuses on
the importance of the self in human adjustment. He sees the self as the
central aspect of personality. Rogers describes the self as a "phenomeno¬
logical concept" (a pattern of conscious perceptions experienced by the
individual), which is of great importance to that individual's behavior and
adjustment. Rogers describes the self as a social product which developed
as a result of interpersonal relationships and striving for consistency.
He maintained that there is a positive regard from others as well as from
oneself, and that in every human being there is a tendency toward self-
actualization and growth as long as this is permitted by environment.2 He
^Abraham H. Maslow. The Farther Reaches of Human Nature (New York:
Viking Press, 1971), p. 169.
^Ibid., p. 22.
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is a strong advocate of facilitative learning. Dr. Rogers views teaching
as a "vastly overrated function."^ He was of the opinion that teaching
asks all the wrong questions. He postulates that facilitation of signifi¬
cant learning depends on "certain attitudinal qualities" which are
inherent in the personal relationship between the facilitator and the
learner. In defining the attitudes or qualities that facilitate learning,
Rogers lists (1) realness or genuineness and expressed the idea that when
the facilitator is a real person, being what he is, entering into a
relationship with the learner without presenting a front or a facade, he
is much more likely to be effective; (2) prizing, he suggested that learn¬
ers should be prized as imperfect human beings with many feelings, and
potentials. He alludes to the fact that the facilitator who cares, prizes,
trusts the learner creates a climate for learning far different from the
2
ordinary classroom; (33 Rogers listed empathic understanding as a third
quality which is desirable in the facilitator. He expresses the opinion
that when the teacher is able to understand the student by being sensitive
of the way the process of education and learning seems to the student, then
3
he is more likely to be effective with the student. He theorizes that when
these qualities are present in a classroom, feelings become an integral
part of the classroom experience.
Rogers sees a vast difference between facilitative learning and tradi¬
tional learning. In his article, "Forget You Are A Teacher," he lists
^Carl R. Rogers, "The Interpersonal Relationship in the Facilitation of
Learning," Humanistic Education Sourcebook, edited by Donald Read and




things that are typical of traditional teaching: (1) the teacher makes
decisions for the students in terms of what they need to learn, (2) the
teacher initiates the planning and outlines activities which will motivate
students and get them to learn materials. In his article, "Beyond Educa¬
tion's Watershed," Carl Rogers alludes to the fact that "innovative,
humanistic, experimental learning is here to stay."^ He believes that
professional educators have passed the watershed and are now more ready
for an education fit for humans. He suggests questions which educators
are now asking themselves such as: (1) to what extent do I trust students,
in a facilitative climate, to be self-directed?; (2) what do I do with the
ambivalence I often feel in this respect?; (3) where do I find my rewards?;
(4) how do I prevent myself from becoming a rigid, dogmatic, true believer
in humanistic education?; (5) do I believe I have the final best way in
education?; and (6) how can I maintain my integrity and yet hold a position
2
in a system philosophically opposed to what I am doing?
Rogers contrasts the "politics" of conventional education and human¬
istic education. He points out that in traditional schools, the power
structure is clear. For example, the administrator has power over and con¬
trols the teachers. Students obey teachers or suffer consequences. They
are governed by fear of ridicule, low grades, and failure. However, he
points out that humanistic education makes use of a person—centered
approach in the classroom, by permitting student choice, sharing of responsi¬
bility, power and control with the students. He sees the facilitator's
function as helping to provide the psychological climate in which the learner
^Ibid., p. 10.
2
Carl Rogers, "Forget You Are A Teacher," Instructor 81 (1971): 65.
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can begin to take responsible control of his own education. The facilitator
is seen as one who (1) provides learning resources, (2) allows each student
to develop a program of learning, (3) provides a facilitative learning
climate, (4) focuses on fostering the continuing process of learning,
(5) encourages self-discipline, and (6) allows for student participation in
2
evaluation. A result of facilitative learning is that learning tends to be
deeper, proceeds at a more rapid rate, and is more prevasive in the life
and behavior of the student than learning acquired in the traditional class¬
room because the direction is self chosen, the learning is self-initiated,
3
and the whole person is invested in the process.
He reviews the research findings of David Aspy and his associates, who
conducted studies relative to facilitative conditions in the classrooms, and
concludes by saying that the studies would serve to indicate that "the more
the psychological climate of the classroom is person-centered, the more
vital and creative learnings are fostered." He expresses the hope that
future research will deal with theory-based hypothesis and predicts the
next frontier of learning is in the area of the intuitive, the psychic, the
4
inner space.
Studies Related to Affective Teaching
Several studies related to affective education were examined. Among
these were studies done by David Aspy and his associates which are summar¬
ized in their book, A Lever Long Enough. They tested the hypothesis set
forth by Rogers that "the higher the levels of understanding, genuineness,
^Carl R. Rogers, Freedom to Learn (Columbus, OH: Charles E. Merrill
Publishing Co., 1968), p. 153.
2
Carl R. Rogers, "Beyond Education's Watershed," Educational Leadership




and respect a teacher gives to students, the more they will learn." They
studied the school achievement of 120 third grade students, and used the
Truax Scales of empathy, congruence, and positive regard in observing
performance of third grade teachers. They were able to identify three
teachers who were initiating high levels of facilitative conditions and
three teachers providing low levels of the same conditions. Sixty students
were selected from each group of teachers. They controlled for sex, socio¬
economic level, and IQ, and pre-and post-tested all of the students for
one school year. It was their conclusion that those receiving learning in
a facilitative environment made significant gains on achievement test
performance than those in the group with facilitative atmosphere. Their
findings supported Rogers' theory that facilitative conditions were signi¬
ficantly and positively related to cognitive growth.
In additional studies, Aspy and Roebuck sought to test whether or not
the facilitative conditions were related to changes in IQ as well as to
differential achievement gains. Using basically the same procedures, they
identified the level of interpersonal functioning of first grade teachers
and randomly selected twenty-five students in low conditions and twenty-
five students receiving high conditions.^ Pre-and post-tests were adminis¬
tered across one school year, using the Stanford-Binet Intelligence Test.
The results indicated that those who had high levels of interpersonal func¬
tioning made an average gain of nine points while those in low conditions
made no significant change. Their results supported Rogers' contention
that interpersonal facilitation is positively and significantly related to
2
IQ gams.
^David Asby and Flora Roebuck, A Lever Long Enough (Washington, DC:




In another study conducted by David Aspy and associates, the effect of
facilitation upon attendance was investigated. They assessed the teacher's
level of functioning and compared the attendance rates of sixty third
grade students in high conditions, and sixty third graders in low condi¬
tions. It was their conclusions that children in higher facilitative con¬
ditions were in attendance more often than children in low facilitative
environments.^ The finding of this study was consistent with Roger's
theory.
In addition, Aspy conducted a series of workshops for teachers in
various parts of the United States and assessed them with pre-and post¬
measures relative to the interpesonal skills. He found that geographical
setting is not a significant source of variance in teacher's levels of
intellectual functioning. He also found that elementary teachers seemed to
function somewhat higher than secondary teachers in interpersonal skills.
He indicated that he found in many instances, the teachers were providing
levels of interpersonal skills which actually tended to retard more than
2
facilitate learning by their students. Aspy has conducted numerous other
studies. His studies include almost 3,700 hours of classroom instruction
which he assessed and recorded.
The studies were conducted in various parts of the United States and
even in other countries. The sampling included children of all races. The
research studies of David N. Aspy and his associates are regarded as very
important. It was apparent from their findings that teachers who exhibit
high levels of facilitative conditions tend to have a more positive self-
^David N. Aspy, Toward a Technology of Humanizing Education (Champaign,
IL: Research Press, 1972), p. 75.
^David N. Aspy, "The Effect of Teacher Offered Conditions of Empathy,
Positive Regard, and Congruence Upon Student Achievement," Florida Journal
of Educational Research (1969): 39-48.
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concept than low level teachers, they tended to be more open with their
students, to show more consideration for the student's feelings, to give
more praise, to be more responsive to student ideas and to use more of a
variety of teaching techniques.
Nicholas J. Bodoin and Justin Pikunas investigated the relationship
between affective learning and content achievement with a group of third
and fourth grade students.^ They wanted to ascertain whether a group of
third or fourth graders who were taught a content unit from a self-initi¬
ated affective learning approach would score significantly higher than a
group of children taught the same content in a traditional setting. They,
too, wanted to test Carl Rogers' hypothesis that qualities of empathy,
congruence and positive regard on the part of the facilitator are necessary
conditions for meaningful learning on the part of the learner. The sub¬
jects were forty-four third and fourth graders from an elementary school
in a suburban Detroit area. The subjects were all white and from lower
middle socio-economic backgrounds. They were divided into experimental and
control groups on the basis of their scores on the Cognitive Abilities Test
(COAT) and grade level in an attempt to match the groups. The experimental
group was composed of twenty-two children. The procedure with the experi¬
mental groups involved teaching a science unit using a self-initiated affec¬
tive learning approach. The children were not previously exposed to the
material. The teaching procedure lasted for one hour on five consecutive
week days. At the end of the week, a 50 point multiple choice test based
on the factual content covered during the week, was administered by the
^Nicholas J. Bodoin and Justin Pikunas, "Affective Learning and Content
Achievement in Grades Three and Four," The Journal of Educational Research
(May/June 1977): 235-237.
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the experimenter. The test was also given on Monday by the teachers. The
control group was given the same unit, using the traditional teaching
techniques (lecture, chalkboard presentations, discussions). This group
had no input. Analysis of variance yielded no significant differences
between the scores of the two groups on the achievement test following the
initial testing. However, six weeks later when the test was again adminis¬
tered, the experimental group seemed to retain subject-matter to a signifi¬
cantly higher level than children taught by a traditional method. The
findings of this study tend to support the contention that by utilizing
cognitive and affective elements in the teaching process, higher achieve¬
ment scores will be evident.
A study was reported by Horace C. Hawn at the Univeristy of Georgia.
The purpose was to determine the extent to which human relations training
caused changes in empathic behavior of preservice and inservice teachers as
shown by ratings achieved by using a test for empathic understanding.
Nineteen interns and twenty-two staff teachers were used for the study.
They were part of the Seventh Cycle Project of the Teacher Corps from 1972-
74 which was designed to create and implement competency based early child¬
hood and elementary education program. The interns spent 60 percent of
their time in the schools interacting with children in classrooms, 10 per¬
cent of their time with children working on community projects and 30 per¬
cent of their time on campus. The courses these teachers had were competency
based, field based, and individualized courses were actually taught in the
schools. Observations were made by team leaders, principals, and super¬
visors. They developed an instrument of evaluation called the Index of
Responding which was administered three times during the duration of the
project. The findings were that interpersonal functioning was significantly
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increased after the initial training, but near the end of the experiment
were considerably lower for interns and teachers. They found that utili¬
zation of the Garkhuff Systematic Human Relations Training Model proved to
be successful with their researchers. They concluded further that the




In an effort to provide teachers with a taxonomy of educational objec¬
tives, in the cognitive domain. Taxonomy of Educational Objectives Handbook
I: Cognitive Domain was published in 1956. This book was edited by
Benjamin S. Bloom and later became known as Bloom's Taxonomy. The cognitive
domain deals with knowledge and development of intellectual abilities. This
book sets forth lower and higher levels of objectives. Bloom's Taxonomy
consists of six levels of cognitive functioning. Each of the levels is made
up of sub-levels; Level 1.00 is knowledge, it pertains to storing factual
informations which includes specifics, abstractions, and generalizations;
Level 2.00 is dealing with comprehension which is evidenced in activities
involving interpretation and translation; Level 3.00 centers around the
application of knowledge; Level 4.00 concentrates on analysis of facts,
abstractions, and relationships; Level 5.00 consists of synthesis or com¬
bining of existing knowledge and process; and Level 6.00 involves evaluation
2
of knowledge and processes in terms of internal and external criteria.
^Horace C. Hawn, "Evaluation of Affective Performance of Preservice and
Inservice Teachers," The Humanistic Educator 16 (1977): 26-31.
2
Benjamin S. Bloom, Taxonomy of Educational Objectives: The Classifi¬
cation Educational Goals (New York: David McKay Co., Inc., 1956), p. 18.
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The value of this book lies chiefly in the fact that it serves as a guide¬
line to the various levels of cognitive functioning.
Benjamin S. Bloom has developed a theory of school learning that
endeavors to explain individual differences in school learning as well as
to determine how the differences may be altered. He explains his theory
in the article entitled, "New Views of the Learner: Implications for
Instruction." His thesis is that almost anyone can learn what anyone else
can if provided with appropriate prior and current conditions of learning.
Bloom discusses three different constructs about students and their learn¬
ing capacities: (1) there are good learners and poor learners (this assumes
that school can do little to enhance learning rate); and (2) there are
faster and slower learners. This suggests that if all learners are given
the same instruction and same amount of time to learn it, the scores will
be normally distributed.^ Bloom and his students sought to find ways by
which slow learners could be given extra time and help needed out of class.
The research was conducted in educational laboratories and classrooms.
They found that large proportions of slower learners can learn to the same
achievement level as the fast learners. They concluded that when slow
learners do succeed in reaching the same criterion of achievement as the
the faster learners, they seem to be able to learn equally complex and
abstract ideas; and they can apply these ideas to new problems and can
retain the idea equally well, despite the fact that they required more time
2
and help. The third construct assumes and research data shows that under
appropriate conditions, almost all can learn whatever is taught. The
^Benjamin S, Bloom, "New Views of the Learner: Implications for In¬
struction," Educational Leadership (April 1978): 563,
^Ibid., p. 564,
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implications for mastery learning that favorable learning conditions have
great effects on student learning, student attitudes, and interests and
self-concept. If mastery learning that favorable learning conditions
have great effects on student learning, student attitudes, and interests
and self-concept. If mastery learning is used on a wide scale, students
appear to show major gains in learning to learn.^ Evidences are seen in
increased learning effectiveness of students, a system of feedback to
teachers and students can reveal the errors in learning soon after they
occur. He maintains that mastery learning techniques ensure that students
have the necessary knowledge and skills for each new learning task and that
they have the confidence that they can learn each new task.
James H. Block in his book. Mastery Learning: Theory and Practice
presents the basic rationale and development of mastery learning. His book
includes research studies in which mastery learning was implemented in the
2
school. In addition, he has written an article which gives the procedure.
Competency-based instruction advocates include Nagel and Richman who
present their views in the book, Competency-Based Instruction: A Strategy
to Eliminate Failure. They see competency-based instruction as "a flexible,
individualized program that frees both students and teachers to work at
3
their own rate without fear of failure." They explain strategies for
achieving individualization in the classroom through four axioms. Axiom
one emphasizes achievement rather than time as important, they hold that the
program should be designed so that the slower students continue their work
^Ibid., p. 565.
2
James H. Block, Mastery Learning: Theory and Practice (New York: Holt,
Rinehart and Winston, Inc., 1971), p. 20.
3
T. Nagel and P. Richman, Competency-Based Instruction: A Strategy to
Eliminate Failure (Columbus, OH: Charles E. Merrill Publishing Co., 1972),
p. 1.
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until they reach the same level of achievement as more alert leaners.
Axiom two,competency-based instruction, places emphasis on exit require¬
ments. It uses entry diagnosis to plan efficiently what each student
must do to reach exit level. Axiom three emphasizes telling the students
what behavioral objectives they are expected to achieve. Axiom four
stresses competency-based instruction, is criterion-referenced instruction
and personalized instruction in combination. The authors express the
opinion that competency-based instruction can be effective through the
student's use of modules (packets of instruction, materials and tests);
which frees the teacher to spend time working with individual students.^
Affective Domain
Arthur Combs views good teaching as a problem solving matter which
concerns itself with the teacher's unique use of self as he/she finds
appropriate solutions to carry out the teacher's own purposes as well as
2
society's imposed purposes. Combs lists a series of studies conducted at
the University of Florida, North Colorado and Massachusetts which corro¬
borates this "self as instrument" concept of teaching. The studies indicate
that good teaching is a product of teacher beliefs or perceptions in five
major areas:
1. Empathic qualities—aware of perceptions of others and
uses this understanding as a primary frame of reference.
2. Positive self-cbiicept—perceive themselves as adequate
people.
3. Beliefs about other people—see others in positive ways.
^Ibid., p. 25.
2
Arthur Combs, "Teacher Education: The Person in the Process," Educa¬
tional Leadership 55 (April 1978): 558.
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4. Open facilitating purposes
5. Authenticity - good teachers are real genuine.^
He asserts that a program for becoming must be oriented toward these per¬
ceptions.
Robert Valett maintains that humanistic education should receive top
priority in education. His book. Affective Humanistic Education, deals
with human needs and educational goals. It focuses on developmental stages
of education, basic learning abilities, educational process, and human
development. Valett gives goals and objectives and an effective program
guide and also lists materials. Valett expressed the opinion that human
survival and development depend on educating people to use their skills and
abilities in such a way as to promote harmony within man and between
2
individuals. Humanistic education is ultimately the way to unlock the
cognitive skills because educators must deal with the feelings of a child
3
before they can begin to teach concepts.
In Perceiving, Behaving, Becoming, Arthur Combs sees teachers' beliefs
about the nature of man and his capacities as greatly affecting the types
of goals they set and the judgements they make about students. This book
4
aims at developing the "fully functioning self." Combs expresses the view
that the level of growth in perception of an individual detennines the
quality of the behavior of that individual. According to Combs, the fully
^Ibid., p. 559.
2
Robert Valett, Affective Humanistic Education (Belmont, CA: Fearon




Arthur W. Combs, Chairman, Perceiving, Behaving, Becoming: A New
Focus for Education (Washington, DC: Association for Supervision and
Curriculum Development, 1962), p. 14.
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functioning person behaves in a certain way. He discusses the fully
functioning personality, thinks well of himself, and others. He sees him¬
self and others as being interdependent and because of this awareness his
behavior is modified. Additionally, he sees himself as "a part of a world
in movement—in the process of becoming." He sees the value of mistakes,
sees the importance of people and holds human values, and lives in relation
to those values.^ Carl Rogers observes that a fully functioning individual
is characterized by his sensitivity to his environment, other individuals,
and to his own feelings, reactions, and meanings which he discovers in
himself. Combs identifies four characteristics of the self-actualized per¬
son: (1) A positive view of self, (2) Identification with others,
(3) Openness to experience and acceptance and (4) A rich and available per¬
ceptual field. (A field of perceptions extensive enough to provide under¬
standing of the events in which he is involved and available when he needs
2
them). Combs points out that when the school helps the child to experience
satisfaction of his needs on a continual basis, through exploring, contem¬
plating, manipulating, and enjoying the world, the child will be stimulated
to continue learning throughout life.
Robert Mager expresses a view similar to Combs, in Developing Attitudes
Toward Learning. He points out that in order for learning to be useful, it
must be used. He sees one of the important goals of teaching as to prepare
the student to use the skills and knowledge which he has acquired and to
help him to learn more about subjects which he has been taught and encourage
3




Robert F. Mager, Developing Attitudes Toward Learning CPalto Alto, CA:
Fearon Publishers, 1968), p. 54.
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asserts that when experience with a subject is followed by a pleasant
consequence, the probability is increased that the subject will be ap¬
proached again in the future. He identifies aversives that have been
characteristics of schools: (1) pain, (2) fear and anxiety, (3) frustra¬
tion, (4) humiliation and embarrassment, and (5) boredom.^ He suggests
that teachers seek to determine whether these practices that produce aver¬
sive conditions may have crept into the classroom and to determine ways in
which practices that lead to positive conditions, may be strenghtened and
emphasized (affect analysis). The ultimate aim is to develop positive
2
attitudes with regard to learning.
William Glasser have advanced some major concepts to education,
(1) Classroom meetings, as a means for dealing with school probems,
(2) Eliminating the failure syndrome that distresses students in school,
and (3) Establishing a reality attitude that places responsibility for
self-direction on the students. These ideas are expressed in his book
Schools Without Failure. He stresses the point that only in a school where
teachers and students are involved with each other and equally involved
with the curriculum through thinking and problem solving does education
flourish—an education that prepares students to live successfully in the
3
world. The helping person or teacher must be warm and personally inter¬
ested in the child, Glasser outlines ways to deal with unacceptable behav¬
ior based on reality therapy, in his article, "Ten Steps to Good Discipline."





William Glasser, Schools Without Failure (New York: Harper and Row,
Publishers, 1969), p. 19.
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effective is where administrators actively support and participate in an
approach to discipline that teaches self-responsibility. His system is
based on certain concepts of Reality Therapy such as: (1) Be personal,
(2) Refer to present advisor, (3) Emphasize behavior, not feelings,
(4) Stress value judgements, encourage students to evaluate their own behav
ior, work with students to formulate alternatives, (5) Be committed, give
positive reinforcement, (6) Don't accept excuses rather, replan with stu¬
dents, (7) Do not punish, this tends to take responsibility from the
students, and (8) Never give up. He reports twenty-four schools where this
program has been instituted, the results indicated increased attendance,
decrease in office referrals, decrease in fighting, and a decrease in
suspensions.^ Commitment and staff involvement are inherent in Glasser's
plan. Commitment on behalf of the administration, staff, and students
enhances respect and love, and fosters maturity and identity.
Herbert Kohl denounced authoritarian practices in the schools and
2
described a new approach to teaching in his book. The Open Classroom.
He describes how he made the curriculum relevant to student's lives in
New York City. He indicates that in a setting ot this type, the teacher
acts as a normal person and is genuine. He supports teaching plans that
indicate alternatives which are made available to students on a daily basis
The teacher sets themes and asks questions in an attempt to provide activi¬
ties that are meaningful to the lives of students.
The importance of values in education has been stressed by Raths and
Simon in Values and Teaching, who believe teachers should help students
^William Glasser, "10 Steps to Good Discipline," Today's Education
(November/December 1977): 61-63.
2
Herbert Kohl, The Open Classroom: A Practical Guide to a New Way of
Teaching (New York: Vintage Press, 1969), p. 105.
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build their value systems. They maintain that this can be done through
the use o£ clarifying procedures utilized with a psychologically safe
climate. The purpose of clarifying procedures is to encourage students to
do things showing evidence of established values: (1) Choose from alterna¬
tives possibilities, (2) Prize the choice made, (3) Act repeatedly in ways
consistent with the choice.^
Studies Related to Self-Concept
According to the Association of Supervision and Curriculum Development
Handbook, one of the most noteable contribution of humanistic thought to
2
our understanding of learning, is its concern with the self-concept (ASCD).
The self-concept is a vital part of the learning process and for education
to be effective, it must be humanistically oriented toward self-concepts.
William Purkey has written the book Self-Concept and School Achieve¬
ment. He concludes that "there is a persistent and significant relation¬
ship between the self-concept and academic involvement." He cites numerous
studies to show how the successful student varies. There appears to be
little agreement about which comes first "a positive self-concept or
scholastic success, a negative self-concept or scholastic failure," but
3
there is a reciprocal relationship as evidenced by research. He presents
studies to support the contention that attitudes toward school grow less
positive with time, and indicates that educators must modify educational
4
methods to prevent the development of negative self-concepts. Purkey
^Louis Raths, M. Harmin, and Sidney Simon, Values and Teaching
(Columbus, OH: Charles E. Merrill Publishing Co., 1966), p. 30.
2
Humanistic Education: Objectives and Assessment (Washington, DC:
Association for Supervision and Curriculum Development, 1978), p. 4.
3
William W. Purkey, Self-Concept and School Achievement (Englewood
Cliffs, NJ: Prentice Hall, Inc., 1970), p. 27.
^Ibid., p. 42.
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discusses six factors which are important in creating classroom atmosphere
conducive to developing favorable self-images in students; (1) Challenge,
(2) Freedom, (students need the opportunity to make meaningful decisions
for himself), (3) Respect, (teachers need to display a basic feeling
regarding the worth and dignity of students), (4) Warmth, Cutili2ing a
warm and supportive learning environment and having a commitment, (5) Con¬
trol, (firm guidance), and C6) Success, (provide an educational climate
that fosters success rather than failure).^
Purkey concludes that these six factors help to develop positive self-
concepts and encourages academic achievement and that a positive correla¬
tion has been found between warmth of teachers (considerate, friendly, and
understanding) and self-concept.
In 1960, Shaw, Edson, and Bell conducted a study to determine dif¬
ferences between achievers and underachiever's perceptions of themselves.
The method they used was to compare groups of achievers and underachievers
selected from among high school juniors and seniors. The Sarbin Adjective
Checklist was administered to each subject in an attempt to measure the
perceived self. They reported that male achievers scored significantly
higher than underachievers on adjectives such as realistic, optimistic,
enthusiastic, reliable, clear thinking, and intelligent. Female under¬
achievers scored higher than achievers on fussy, confused, hardheaded,
loveable, moody, jolly, unselfish, anxious, mischievous, kind pleasure seek¬
ing, softhearted, easy going, and considerate items. It was concluded that
male achievers feel relatively more positive about themselves than male
^Ibid., pp. 50-55.
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underachievers; however, no simple generalization could be made regarding
female groups because of apparent contradictions.^
In 1964, Brookover, Patterson, and Thomas conducted a study to deter¬
mine whether the student's concept of his ability in school is signifi¬
cantly related to academic performance, specific subject matter areas and
student's perception of how significant others view his ability. The
method used was to study the self-reports of over 1,000 seventh graders,
white students in an urban school system. Each child was given the self-
concept of ability scale to determine his concept of his own ability in all
areas of subject matter. Once the IQ was factored out, the students'
reported concepts of their own ability and their grade point average were
found to be significantly and positively correlated. Brookover and his
associates concluded that the relationship is substantial even when measured
IQ is controlled. In addition, they concluded that there are specific con¬
cepts of ability which are related to specific academic areas and which
differ from the self-concept of general ability. They found that the self-
concept is significantly and positively correlated with the perceived
evaluations of the student by other significant people. They concluded
futher, that self-concept of academic ability is associated with academic
2
achievement at each grade level.
Smith and Davis, their colleagues conducted a study to assess the impact
of mainstreaming on children with learning problems as opposed to self-con¬
tained setting and its effect on their self-concept. Three experiments were
^M. Shaw, K. Edson, and H. Bell, "The Self-Concept of Bright Underachiev¬
ing High School Students as Revealed by an Adjective Checklist," Personnel
and Guidance Journal 39 (1960): 193-196.
2
W, Brookover, A. Patterson, and S. Thomas, "Self-Concept of Ability and
School Achievement," Social Education 37 (1964): 271-278.
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were conducted. In the first one, responses of 206 subjects in self-
contained learning disability classrooms to a self-concept score that
was almost identical to that of the test’s normative group. In the second
experiment, a random subset was created by taking on LD classrooms, each
from four participating schools and mainstreaming those students for hald
of each day for one semester. The results showed that mainstreamed sub¬
jects demonstrated a significantly augmented self-concept and that control¬
led subjects who remained in self-contained classes showed an initial
increase in self-concept which then level off. In the final experiment,
twenty of the experimental subjects in the experimental phase were main¬
streamed for half-days for one month and half of them were instructed to
answer comparison items on the self-concept scale only in regard to regular
class students. It was concluded that the self-concept of exceptional
children is often more impaired than the regular class student.^
A study was conducted by Gerke to determine the effects mainstreaming
has on exceptional children in terms of self-concept and reading achieve¬
ment. Data was collected on sixty-one educable mentally retarded and
fifty-seven emotionally disturbed children in relation to self-concept and
reading achievement. From the analysis of the data, there seemed to be no
effect on the reading vocabulary of the EMR and ED children. When comparing
the participants of the study with segregated special education classes with
integrated classrooms utilizing a resource room, there appeared to be
little change. It was concluded that the effect of mainstreaming on self-
Monte D. Smith, Paul R. Dokecki, and Earl E. Davis, "School Related
Factors Influencing the Self-Concepts of Children with Learning Problems,"
Peabody Journal of Education 54 (1977): 185-195.
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concept and reading achievement is determined by the classroom organization
and attitude of the teacher toward the child.^
Barbara Rosenberg and Eugene Gaier did additional research with the
self-concept of adolescents with Learning Disabilities. They maintain
that the adolescent who is learning disabled has already established a pat¬
tern of academic failure. He realizes early that he is different, which
leads to feelings of inadequacy. Many times the LD child is separated from
the larger population of peers his age—they believe this has a psychologi¬
cal effect on the child and his socialization. He is quite often not valued
by people who are important to him, this would tend to suggest that the
self-image of this child with a learning disability may be considerably
lower than the self-concept of an average learner.
The subjects in this study were seventy male seventh and eighth grade
students who ranged in age from 12-15 years with an IQ range of 80-120,
selected from a surburban area in New York. The comparison group consisted
of forty-seven boys of matched general intelligence level; grade level and
age from two schools, the subjects were randomly selected. Self-concept
of the subjects was assessed by the Coppersmith Self Esteem Inventory, a
self report inventory. They found that the adolescent with a learning dis¬
ability feels he is not as easily liked, he perceives himself as being less
popular with peers than other subjects. In addition, they cite a trend
toward a less adequate self-concept on social self, peer, and school aca¬
demic area. No relationship was found between self-esteem as measured by the
1
Robert E. Gerke, "The Effects of Mainstreaming on the Self-Concept and
Reading Achievement of Exceptional Children at Elementary Level," Exceptional
Children 9 (1975): 105.
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Coppersmith Self Esteem Inventory and the number of years in the special
class situation for the learning disabled subjects.^
Literature Related to the Use of the Affective
Approach with Learning Disabled Children
Simon and O'Rourke present strategies for teaching values to emotion¬
ally disturbed and learning disabled elementary children which are intended
to encourage personal growth, in their book Developing Values with Excep¬
tional Children. The book is based on humanistic psychology strategies.
He describes exercises concerning his life aspects such as self-disclosure,
authenticity, meaning of life, love strategies, values, feelings, emotions,
2
touching, and validating. The program described in the book was initiated
at Baxelder, a rural elementary school in Fort Collins Colorado. These
exceptional children remain at the school for one to two years. Strategies
in parent involvement are suggested and forty strategies to be tried at the
dinner table are included. These strategies are designed to increase learn¬
ing through informal discussion. The authors express the opinion that they
encourage the children to be "open to their feelings," and the adults serve
as a sounding board. They also encourage the children to evaluate their own
behavior and to consider consequences—this serves as important feedback for
the children.
In "A Humanistic Approach to the Adolescent with Learning Disabilities,"
the authors describe a program underway at the Adams High School, a private
educational center in New York City, for adolescents with learning disabil¬
ities. The program takes under consideration the following assumptions:
^Barbara Rosenberg and Eugene Gaier, "The Self-Concept of the Adolescent
with Learning Disabilities," Adolescene 12:48 CWinter 1977): 489-497.
2 .
Sidney Simon and Robert O'Rourke, Developing Values wiht Exceptional
Children (Englewood Cliffs, NJ: Prentice-Hall, Inc., 1977), p. 11.
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Cl) That education should seek to integrate the whole person—emotions,
intellect, and body, (2) That the impact of puberty, conflicting cultural
expectations, the struggle to attain independence, and other concerns
represent problems that are crucial to the adolescent, C3) That the adoles¬
cent with a learning disability has seldom developed adpative coping
strategies primarily because of low self-esteem. The teachers are trained
in interpersonal skills. They explain that the success of their helping
system is contingent upon trusting relationships, positive regard, openness,
sympathy, and a belief on the part of the staff that psychological adjust¬
ment and self-actualization can best be facilitated through a planned and
sensitive use of the hman relationship.^ Their program features a full
time psychologist who offers individual and group guidance; a teaching staff
which utilizes strategies which are directed at developing the whole person.
They begin early in the program to utilize humanistic principles. They
also utilize guide groups (rap session conducted by a teacher), and peer
counseling, empathy training, sensitivity training, and Gestalt awareness.
They describe parent workshops which use a problem-solving approach.
Vocational placement and career education are strong components of the pro¬
gram at Adams High. The components of the program all operate within a
humanistic framework.
There seems to be a general consensus that affective teaching practices
have a direct bearing on the student’s self-concept, academic performance,
and school attendance.
Kerri Jacks and Martin Keller, "A Humanistic Approach to the Adoles¬
cent with Learning Disabilities: An Educational, Psychological, and




The subjects included in this study were seventy-five elementary
students in twelve schools in the Metropolitan Atlanta School district.
Subjects' ages ranged from six years to thirteen years. There were forty-
five boys and thirty girls, totaling seventy-five. The subjects were multi¬
racial elementary students. They were all enrolled in Learning Disabilities
Resource classes, after having been psychologically tested and identified
as learning disabled. They were being served by the Learning Disabilities
teacher either an hour per day or for half a day. The subjects were en¬
rolled in classes being instructed by certified learning disabilities
teachers employed by Metro-Atlanta School Systems utilizing interns from
Atlanta University who had attended workshops, had been exposed to class
demonstrations, utilized strategies suggested by Simon and O'Rourke dealing
with exceptional children, and techniques suggested by Raths, Simon, and
Thayer. Other experiences of the Atlanta University interns included read¬
ing a considerable number of articles and books dealing with the affective
approach to learning.
The Metro-Atlanta Schools Learning Disabilities classes were of various
sizes, they ranged in size form four to ten. The IQ of the students ranged
from 85 to 120. The subjects used in the study were from diversed economic





Two instruments were utilized in collecting data for this study:
An Observation Checklist and a Student Rating Scale constructed by the
investigator.
The observation checklist was used to record specific, behavioral
humanistic practices that were observable in the classroom. The checklist
was rated by two observers, the investigator and the college supervisor.
The investigator was designated as observer A, while the college supervisor
was named observer B. The investigator developed the checklist to deal
with humanistic practices in the classroom. The instrument focused on nine
categories:
1. Learning Climate - supportive atmosphere
2. Classroom Management - techniques utilized
3. Accessibility and Use of Materials - and equipment by students
4. Learning Activities - use of student-initiated activities
5. Instruction - individualized, making use of different learn¬
ing routes
6. Self-Perception of the Teacher - self-evident
7. Positive Reinforcement Techniques - verbal or non-verbal
8. Planning - planned yet flexible procedures
9. Self-Concept of Students - builds self-esteem, promotes
positive feelings among students
The data rating scale measured:
1. how the student felt about himself
2. how the student felt about the teacher
The areas of concern on the student rating scale were: Cl) self-
concept of the student; (2) student's feelings toward the teacher; (3) stu¬
dent's perception of teacher's feelings toward him; (4) student's perception
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of other student’s feelings toward himj (5) student's feelings toward
other students.
The scoring for the observation checklist instrument was based on a
1-point scale for each item observed and 0-point scale for each item not
observed. The highest possible score obtainable was 15.
High total scores on the observation checklist means that a high
level of affective teaching was observed; while lower scores suggest little
affective teaching was observed.
The scoring for the Student Rating Scale instrument was based on a
1-point scale for each item. A rating of 1 means a "yes" response; 0 indi¬
cates a "no" response; or signifies "sometimes." Only twelve of the items
on the rating scale pertained to the child's perception of the teacher.
High scores on the student rating scale indicate that students per¬
ceived their teachers as caring, feeling individuals. Low scores imply the
student's perception of the teacher was less than adequate in the affective
domain. The items contained on the rating scale are worded so that the
student must indicate a "yes," or "no," or "sometimes" response. The
instrument was scored by adding up all the checks in the "yes" column. The
number which indicated the teacher was doing affective teaching was tabu¬
lated. The scores were added together to get a grand total.
The Student Rating Scale is a brief assessment and screening procedure
which was designed for use with learning disabled children who range in age
from six to thirteen years.
The teachers were assigned a code at random from 01 to 12 based on the
order in which they were observed.
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Procedure
The investigator and the college supervisor observed in each of the
classrooms under consideration and used the observation checklist to
appraise the humanistic practices in the classroom. The observations
were made on different days for a period of one hour. The observations
were corroborated by the supervising teacher in a taped interview which
followed the observation period.
Twelve student interns were asked to administer the student rating
scale to the student enrolled in their first hour class. The rating
scales were completed and returned to the investigator. To reduce the
probability that some students might be unable to read the rating scale,
each teacher read the scale item by item as they were rated by the student.
The rating scale was designed so that every third question related to how
the subject perceived the teacher with the exception of the last five.
Prior to administering the checklist, unfamiliar words were discussed by
the interns with the students and questions were asked of the students to
ascertain whether or not directions were clearly understood. Teachers were
given a set of instructions which included precisely what they were to say
once they began administering the rating scale; which was administered in
the presence of the investigator. The administration of the instrument took
approximately twenty minutes. Non-readers were given special assistance on
a one-to-one basis or in small groups.
CHAPTER IV
RESULTS
The purpose of this study was to give an evaluation of affective
teaching practices of twelve learning disablities student interns from
Atlanta University as evidenced by an observation checklist constructed
and used by the investigator, and to determine the student's perception
of the intern. These components were assessed by the investigator with
the use of an observation checklist and student rating scale. The student
interns were observed and scored based on fifteen items which were designed
to indicate whether or not affective teaching was taking place. The interns
were asked to give the student rating scale to the first hour class in the
morning while the investigator was present.
The determination of affective practices was made by getting the
frequency of each item on the observation checklist and obtaining the per¬
centage of teachers evidencing affective teaching. Scores for the twelve
teachers used in this study are summarized in Tables 1 and 2.
Table 1 reflects the observation scores determined by the observers
using an observation checklist to assess affective teaching practices. The
percentage of items correct is shown for each teacher. Teacher 01 achieved
a score of 12 from observer A, and 13 from observer B, yielding a total
score of 25, and and overall percentage of 83.3. The difference in the
score achieved and the highest possible score of 15 was 2.5. Teacher 02
was given a score of 12 by observer A, and a score of 15 by observer B.






Teacher A B Observers
01 12 13 25
80% 86.6% 83.3'
02 12 15 27
80% 100% 90%
03 9 9 18
60% 60% 60%
04 13 12 25
86.6% 80% 83.3'
05 15 15 30
100% 100% 100%
06 15 15 30
100% 100% 100%
07 15 15 30
100% 100% 100%
08 14 15 29
93.3% 100% 96.6'
09 15 15 30
100% 100% 100%
10 15 15 30
100% 100% 100%
11 15 15 30
100% 100% 100%









affective teaching 90 percent of the time. Teacher 03 accomplished a
rating of 9 from observer A, and 9 from observer B. There was no
difference in the ratings of the two observers. There was a total score
of 18. She demonstrated affective teaching only 60 percent of the time.
Observer A, gave teacher 04 a score of 13, while observer B gave a score
of 12, yielding a total score of 25, 83.3 percent of the time, affective
teaching was observed. There was a difference of 2.5 points from the
highest possible score of 15. Observers A and B both gave ratings of 15
to teacher 05. Teachers 06 and 07 received observation scores of 15 from
both observers A and B which yielded a rating of 100 percent.
Teacher 08 earned a total score of 29 with observer A, giving a score
of 14 and observer B, recording a score of 15. She showed evidence of
applying affective principles 96.6 percent of the time. Teachers 09, 10,
and 11 were given scores of 15 by both observers; their total score was 30
each and they demonstrated affective teaching 100 percent of the time
observed. As noted on Table 1, teacher 12 received a score of 10 from
observer A and a score of 15 from observer B. The total score of 25 was
recorded and the percentage rating was 83.3. The total percentage calculated
for observation of twelve interns was 91 percent.
It is noted that there is a range of scores from 18 to 30. Six interns
averaged a score of 15; one intern achieved a score of 13.5, one scored 9.0;
three made 12,5 and there was one score of 14.5. A total of eleven interns
scored in the range of 12.5 to 15 which would equal 91 percent. It could be
inferred that 91 percent of the teachers observed were evidencing applica¬
tions of principles of affective teaching.
Appendix A illustrates how the scores were obtained on each item from
each observer. The main areas observed were: (1) self-perception,
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(2) encouragement of self-expression, (3) application of principles of
child growth and development in learning situation, (4} utilization of
individualized of a variety of teaching strategies, (5) utilization of
individualized instruction, (6) assessibility of materials and equipment
to students, (7) use of lesson plans for accountability and skill mastery
by students, (8) use of positive reinforcement techniques, (9) use of
student-initiated activities, (10) building self-esteem in students,
(11) showing affection for students, (12) communicating the feeling that
each individual is important, (13) evidence of planned yet flexible pro¬
cedure, (14) giving compliments to students, and (15) displays an interest
in and has knowledge of students.
The scoring for the observation checklist instrument was based on a
1-point scale for each item observed, and 0-point scale for each item not
observed. The highest possible score obtainable was 15. The chart reflects
that teacher 01 was given one point by each observer in all of the areas
observed except in the area of utilization of individualized instruction
and use of lesson plans for accountability. The teacher was not observed
making use of learning centers, students contracts, peer tutoring; however,
the students were following individual schedules. Learning centers were
set up, but not functional. The lesson plans were displayed but lacked
correctly formulated behavioral objectives. Teacher 01 appeared self-
confident, related well to the students, frequently illicited responses from
them to determine whether of not they understood directions. The teacher
encouraged students to express themselves and use several different teaching
techniuqes while being observed. Materials and equipment were located in
a place where students had free access. The teacher was observed using
positive reinforcement techniques. Teacher 01 gave compliments on a regular
basis. The Student Rating Scale results revealed that 73 percent of her
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students rated her as affective. Teacher 01 commented that a major goal
was to provide a responsive environment for learning. It was desirous
for this classroom to be especially conducive to learning; while a part
of the teacher's role was viewed as being to help the children feel
special.
It is evident through observation of teacher 02 by the manner in
which the teacher spoke to the children, by her facial expression, and her
movements, that she perceived herself as an adequate person. Weaknesses
of the teacher as illustrated in Appendix A were in the area of (1) apply¬
ing principles of child growth and development (although it was apparent
she had a good conceptualization of principles of child growth and develop¬
ment) , application of these was not observed. Equipment and materials were
either locked in closets or placed on high shelves where children did not
have access. There was a discrepancy on whether or not she showed affec¬
tion for students; observer A gave her 0 for not observed. While on a
different day of observation, observer B gave a rating of 1 which means
this behavior was observed. It was evident that she expected a great
amount of participation from the students. She appeared to be very
enthusiastic and displayed adequate plans for lessons. She planned success-
oriented learning experiences. She seemed to have a way of making students
feel good about themselves. She was rated 27 by the observers. The four
students given the Student Rating Scale gave her a total raw score of 36.
The first hour class composed of four students, took the rating scale and
75 percent indicated their teacher applied affective principles in teaching.
Teacher 02 asserted that sharing periods were used in the morning to let the
children express their feelings and beliefs about things and clarify some
issues, this was essentially their time. This time was seen to be of
inestimable value.
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Teacher 03 achieved a considerably lower score from both observers
A and B in several different areas. Her weaknesses included: (1) lack
of application of principles of child growth and development, C2) no
evidence of making materials accessible to students, (3) no use of student-
initiated activities, (4) no noticeable evidence of use of techniques to
build self-esteem in students, (5) observation indicated no show of affec¬
tion for students, C6) she did not communicate either when observed nor
when later interviewed, the worth of each individual, (7) knowledge of the
students somewhat limited. Teacher 03's strengths were in the areas of
self-perception, encouraging self-expression, utilizing various teaching
strategies, use of individualized instruction, well planned and effectively
carried out lessons and use of positive reinforcement techniques. The raw
score achieved by teacher 03 on the Student Rating Scale was 34. Five
students were given the rating scale, the total percentage achieved was 56.
Teacher 03 revealed that a very important aspect of teaching was to show
acceptance for students and this teacher endeavored to show students that
they were accepted.
Teacher number 04 scored somewhat favorably on most items, however,
deficiencies were noted in: (1) applying principles of growth and develop¬
ment where observer A gave a score of 12, observer B gave a score of 1,
(2) utilizing various teaching strategies, (3) making materials accessible,
and (4) using student-initiated activities. The observation checklist total
score was 25. The Student Rating Scale disclosed that teacher 04 was rated
relatively high by her students on items 1 through 13 and received a
considerably lower score on items 14 (my teacher understands me), and 15
(my teacher gives directions I can understand). Her raw score for the
student's perceptions was 47. It is interesting to note that her student's
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rating was higher than that of the observers. Teacher 04 administered
the rating scale to five students and 78.3 percent indicated she was
evidencing affective practices. Teacher 04 expressed the view that there
was a sense of joy in watching students grow and that an attractive room
and activities to foster creativity were deliberately provided to this end.
Teacher 05 demonstrated a high level of interpersonal skills. She
exhibited a very strong self-image, and it was apparent that she planned
learning experiences which would foster self-expression of students. One
could readily observe application of sound principles of child growth and
development. Materials and equipment were easily reached. Lesson plans
were visible and functional. The teacher used verbal as well as non-verbal
reinforcement. The schedule was flexible and there seemed to be time
allotted for student-initiated activities. Affective practices seemed to
have been very effectively utilized. There was a considerable discrepancy
however, between the ratings of the observers and the rating of the students.
Each observer gave the maximum score of 15. The rating scale was given to
ten students, and 78 percent observed affective teaching taking place.
Teacher 05 explained that there is a need for a flexible schedule when dealing
with learning disabled students because quite frequently they are not attuned
to academic work, and planning must be done with this in mind.
The observation results of teacher 06 also showed a high level of
affective functioning, according to the observation checklist utilized. The
children seemed highly motivated, and were oriented toward self-direction.
Rules were displayed and no type of rewards was offered, simply verbal and
non-verbal positive expressions. The result was children who were self-
disciplined. Learning centers were clearly defined and the emphasis was on
success rather than failure. Teacher 06 took time to make certain that
directions and assignments were clearly understood. Her room was well-
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organized so that materials were easily accessible to the students. The
rating given by both observers was the maximum score of 15. There was a
significant difference, however, in the evaluation given by the observers
and the students who gave a rating of 9.6. The rating scale was adminis¬
tered to five students who comprised teacher 06's first hour class. The
student indicated they liked to please their teacher, they felt their
teacher accepted them, their teacher always greets them when they enter
her room. The students indicated that their teacher cares about them and
makes them feel good about themselves. Some of the students indicated that
their teacher understood them. They gave an indication that the teacher
gave good directions. Eighty percent perceived affective practices taking
place. Teacher 06 maintained that a warm atmosphere was created in this
classroom in order to build positive self-concepts, for flexibility, to
help the students know that they can achieve and to help students to become
self-reliant.
Teacher 07 received a good rating from both observers and a high rating
from the students. It was apparent from observing her that she utilized
developmental characteristics more than age or grade in planning learning
experiences. She showed a genuine concern for the students, it was easily
concluded that she cared more for the students than for subject matter acqui¬
sition. The learning centers in her classroom were used with purpose. There
was evidence of well-planned lessons. The visual aids and room arrangement
seemed to be deliberately chosen to enhance the self-image of the individual
child. Her children seem to try to imitate her smile and sense of humor
and treated one another with respect. They rated teacher 07 high in the
following categories: Cl) I like to please my teacher, (2) My teacher ac¬
cepts me, C3) I know what my teacher expects of me, (4) My teacher takes
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time to listen to me, (5) My teacher works, plays, and learns with me,
C6) My teacher cares about me, (7) My teacher always greets me, (8) My
teacher makes me feel good about myself. Teacher 07 achieved the highest
single rating from students, 11.0 but of a possible score of 12.0 with
91.6 percent perceiving her as using affective approaches. It was the
feeling of teacher 07 that this classroom was seen as a resource labora¬
tory. To this teacher, resource meant plenty of materials, activities
that hold the interest of the students, and cause them to want to explore.
It was the opinion of this teacher that a classroom should offer a multi¬
plicity of activities to entice and intrique students, and motivate them
to want to achieve.
Teacher 08 exhibited a strong sense of self-esteem. She demonstrated
warmth and genuine conem. The students seemed to be captivated by her
smile and pleasant tone of voice. It was clearly evident from her state¬
ments that she believed in the self-worth of each of the students.
Emphasis seemed to be on self-evaluation. The classroom atmosphere was a
happy, positively reinforcing one. The teacher provided activities or
learning experiences that had built-in success. Her class of eight learn¬
ing disabled students rated her the second highest score achieved through
student rating. Observer A gave her a rating of 14, while observer B gave
a rating of 15 yielding a raw score of 29. Observer A did not observe the
materials in convenient places. Her strengths as recorded by her students
were in all areas, with the lowest percentage of points being given for
(1) My teacher understands me, and (2") My teacher gives directions I can
understand. Teacher 08 was rated by eight students, and achieved an overall
percentage of 85.4. This teacher discussed the need for students to achieve
success in order to have a positive self-image, and planning is done with
this in mind.
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Teacher 09 also had a warm classroom atmosphere. She seemed to be
genuinely interested in her students. Her concern seemed to go beyond the
regular activities of the class and extend to personal problems of her
students. The students received individualized instruction. Learning
centers, peer tutoring and use of contracts were apparent. The students
had a certain sense of pride about what they were doing. There was evi¬
dence of well-planned lessons. The students were treated with courtesy
and respect and in turn were observed treating their peers with respect.
There was a type of helping relationship taking place in this classroom.
The children doing the peer tutoring exhibited high levels of pride, the
students being helped seemed eager to learn, and the teacher was freed to
work with students on an individual basis. Teacher 09 conveyed, through
her actions and remarks, that she trusted her students. She seemed to
excel in all areas designated by the observation checklist. Her students
gave her especially good ratings on (1) My teacher thinks I'm special,
(2) My teacher accepts me, (3) I know what my teacher expects of me,
(4) teacher takes time to listen to me, (5) My teacher always greet me,
(6) My teacher cares about me, and (7) My teacher makes me feel good about
myself. Teacher 09 administered the rating scale to seven students. It
was this teacher's contention that since learning disabled students are often
misunderstood and isolated, an attempt is made to provide a place where
students can come and feel proud of themselves. An atmosphere is established
where students feel free to discuss problems and get help with difficult
assignment so students feel good about themselves when they return to their
homeroom.
Observation of teacher 10 revealed that she had a positive self-image.
She was able to get a high degree of student participation and maintain an
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equally high degree of interest on the part of the learners. Her class¬
room was very well organized for a variety of learning experiences. This
teacher used a number of different teaching techniques. Teacher 10 was
very cogential and paid compliments to students whenever appropriate.
Materials were conveniently located, and learning experiences were care¬
fully planned to include use of learning centers. Each child had an
individualized schedule or plan which he followed. Both observers A and
B gave teacher 10 a high rating of 15. The student rating scale was
administered to four students who comprised her first hour class. These
students gave their teacher a total rating of 79.1 percent. Teacher 10
noted that an attempt is made to create a classroom where each child feels
special and has a special place where he can relate. Some advantages of
using peer tutoring in the classroom were reported. Teacher 10 made an
attempt to build some lessons around sports and comic books which reflected
the interests of some of the students.
Teacher 11 was given a high rating by each observer. She appeared to
be a very positive person as evidenced in her gestures, facial expressions,
and comments. When it was necessary to discipline a child, it was done with
a combination of firmness yet kindness. She made a special effort to commu¬
nicate to the child the reason for her actions. There was evidence of well-
planned lessons, and the students were being challenged. The students were
free to use a variety of audio-visual aids. Teacher 11 sought to find
answers to questions with her students, she admitted openly that she did not
have all the answers. The atmosphere in the classroom was very informal.
Students were allowed the opportunity to suggest things they wanted to learn
more about. Each observer gave teacher 11 a rating of 15. The students gave
her a rating of 10, which reflected a percentage rating of 83.3 percent.
Student response indicated that (1) students were aware of what was expected
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of them, (2) students felt they were accepted by the teacher, (3) they
felt the teacher took time to listen to them, and (4) that their teacher
genuinely cared about them. Teacher 11 inferred that many children come
and stand in her door, which leads her to believe they want to be a part
of what's going on in her class. It was emphasized by this teacher that
these learning disabled children take pride in their classroom and accept
responsibility willingly.
Teacher 12 received a combined score of 25. Deficiences were noted
in utilization of a variety of teaching strategies, no observable individ¬
ualized instruction and lack of easy accessibility to materials and equip¬
ment. Strengths were shown in the other areas accessed by the observation
checklist. The student rating scale revealed that students gave a signifi¬
cantly lower rating than the observers; 62.5 percent of the students
reported evidence of affective practices. A special interest in all the
students, and a sense of reponsibility for them, inspired this teacher to
be concerned about activities of students outside the classroom. It was
asserted that it was a good feeling to see children demonstrate self-pride
once they had achieved success.
Appendix B reflects a summary of the results of the student rating
scale which was previously explained, and shows the number of students who
indicated that they perceived their teachers as humanistic. The results
would tend to indicate that there was evidence of affective teaching taking
place, which would lead us to conclude that the training which the teachers




Educators have focused on the intellectual capacity of the child
and development of his motor skills when planning learning experiences,
while limited attention has been directed to the affective domain or
feelings aspect of learning. Educational goals have alluded to acquisi¬
tion of subject matter, methods of teaching, and classroom management.
Educators have experimented with several school settings, the traditional
school, open classroom, ungraded classes, team teaching, and methods such
as contingency contracting, developing behavioral objectives for compe¬
tency based education and mastery learning. The needs of the learner,
his interest, experiences, beliefs, values, and learning style have some¬
how been overlooked. Today some educators are redefining goals and are
beginning to realize and admit that the affective domain may provide the
key to unlocking the intellect of the child. More attention needs to be
given to assessing the needs of learners and involving learners in plan¬
ning their own learning experiences, to Self-discipline, and self-evalua¬
tion. Carl Rogers introduced the term facilitator, he thinks the person
in the classroom designated as teacher should actually be thought of as a
facilitator, who is seen as a real person, is empathic, and genuine in
his/her relationships with students. This strongly suggests that the
facilitator with these qualities will create an atmosphere that is warm
and supportive. The students who are products of such an environment will
develop a healthy self-image, will be challenged to achieve more, and will
-52-
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perceive themselves as adequate persons. One needs but look around to
see people, some in positions of leadership, who are products of our
school system, who lack concern, and are not caring and feeling individ¬
uals. It is imperative that educators care and share, and that children
be taught to care and share, that they feel accepted, and feel good about
themselves.
The purpose of this study was to observe and evaluate the affective
teaching practices of twelve learning disabilities interns from Atlanta
University, as evidenced by an observation checklist and student rating
scale constructed by the investigator. To achieve this purpose, it was
necessary to administer a student rating scale and utilize an observation
checklist.
The method used was direct observation with a checklist. Interviews
with teachers followed classroom observation, and each student rating
scale was given to the first hour class in the morning. A second
observer was used to give more validity to the observations, this
observer was the college supervisor of the interns. All the classes used
were Learning Disabilities Resource classes with a total enrollment of
twenty-four and an average class enrollment of four to ten. The tapes
were reviewed and the checklists and rating scales were analyzed. The
subjects were seventy-five elementary students who had been identified as
learning disabled by a psychological evaluation given by either a school
psychometrist or a psychologist. They were from schools in the Metropoli¬
tan Atlanta area. The instruments were a teacher evaluation observation
checklist and a student attitude rating scale on which every third item
pertained to the teacher, with the exception of the last five. The
student interns spent a total of ten weeks in the schools during internship
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and worked forty hours per week as did the regular teachers. In
addition to dealing with cognitive aspects of learning, they were re¬
quired to hold parent conferences, attend parent-teacher meetings,
interact with specialists, other faculty members and the administration.
The instruments were designed to determine whether or not affective
teaching was taking place. No attempt was made to determine why the
teachers performed as they did. The student interns were unaware that
they were being observed for the purpose of determining or evaluating
humanistic skills. They were also unaware of the purpose for the rating
scale; many assumed it was a self-concept scale. They were not knowl¬
edgeable of the fact that only the questions pertaining to the teacher
would be rated.
The review of the literature included critical periods of humanistic
development, approaches to learning, self-concept, and use of affective
methods with learning disabled children.
In reviewing the literature dealing with the approaches to learning,
it was suggested that all approaches must be used in order for the child
to learn; intellectual abilities, interest, values, attitudes, and other
developmental skills. It was asserted that learning must be made appli¬
cable, exciting, and beneficial for students in order for them to develop
into self-actualized persons. Many authorities in psychology and education
were surveyed and it was determined that: (1) Curriculum and instruction
must be adapted to the learner, not the learner to the instruction,
(2) While the behavioral objectives as advocated by behaviorists, are
helpful in teaching, evaluating, and motivating students, and seem to
provide a sense of direction, the humanists supports the view that
behavioral objectives do not address themselves to human qualities such as
beliefs, attitudes, feelings, and affective aspects of education.
55
(3) The behaviorist propose mastery learning and behavior modification
as techniques or strategies, while the humanist adhere to strategies such
as student freedom, facilitation of learning, and the open classroom,
(4) The humanists concern themselves with purposive behavior and self-
direction. Both points of view have made us aware of some pertinent
aspects of human behavior and teaching strategies. Several of the
studies showed a significant relationship between self-concept and school
performance. From the studies cited, one might conclude that a healthy
self-concept is fostered by success, and success by a supportive school
atmosphere. Learning disabled students who already have in many
instances, a history of failure and lack of acceptance, can be especially
motivated to learn when a combination approach is used. There is over¬
whelming evidence from the literature and studies presented to support
using a humanistic approach to learning and teaching.
The scores obtained from both observers on the observation checklist
suggest that the teachers were functioning at a high level of affective
teaching as indicated by the checklist. The frequency of each item
suggest that teachers were strongest in (1) perceiving themselves as
adequate persons, (2) encouraging self-expression, (3) using planned yet
flexible procedures, (4) giving pupils compliments, (5) using positive
reinforcement, and (6) building self-esteem in students. The percentages
achieved support the fact that at least 91 percent of student interns
demonstrated use of a humanistic approach to teaching.
Conclusions
It was observed that approximately 91 percent showed evidence of
doing affective teaching. This was concluded by both observers, and
substantiated by supervising teachers.
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There was very little differences between the observers' and
students' evaluations. The student's perceptions of the teacher in
many instances supported the fact that affective teaching was apparent.
In some instances their ratings of the students were higher than those
of the observers.
The supervising teachers rated eleven of the student interns high
in interpersonal skills, not only with the students, but judged by their
ability to relate to other staff members, specialists, and administrators.
Some of them reported comments made by other staff members regarding the
interns. Some principals volunteered information about interns after
they had observed in the classroom.
It was further concluded that the training received prior to intern¬
ship was consistent with teaching behavior in the affective domain.
The findings imply that interns were functioning at a much higher
level of interpersonal skills than was observed during the original
visits made during the first semester.
Interns who received high scores from observers were also reported
to have established a good rapport with parents.
It is predicted that interns will function at a higher level of
affective teaching with additional training and experience.
The investigator feels that a humanistic approach to learning will
help to provide a more personal learning climate. The facilitator who
is genuine, empathic and shows respect for students will enhance learning.
It is the opinion of the investigator that the way the teacher or facili¬
tator is perceived by students is of great importance because numerous
research studies have shown that the way significant others evaluate
the student, directly affects the student's perception of his academic
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ability. It is very important to the investigator that teachers look
at students in positive ways and hold high expectations.
The investigator maintains that learning disabled children need
a humanistic approach to learning, due to the numerous problems which
he has encountered. The learning disabled child has frequently experi¬
enced failure and humiliation because of the fact that he is often hyper¬
active, awkward, distractible or has a speech impediment. Establishment
of positive relationships with peers and family is often difficult. The
investigator has observed many educators who reject these children
because they perceive them as different. Their attitudes are often
reflected in the behavior of their students who have misconceptions about
children who have learning problems. The investigator contends that
these children require a supportive, enhancing school atmosphere and need
positive learning experiences; affective skills need to be an integral
part of the curriculum. Socialization should be deliberately planned so
that these children are afforded the opportunity to feel good about them¬
selves and to achieve success.
A humanistic approach to learning questions practices such as teacher-
initiated lessons, grouping for learning, desks arranged in rows, and
lack of individualized instruction. Affective teaching suggest an
approach which places the student or individual learner at the center of
the learning process with emphasis on self-direction, self-initiated
learning experiences, decision-making and enhancing self-concepts of the
learners.
This study will prove helpful to teachers and administrators who have
the responsibility to facilitate teaching and learning; to enhance learn¬
ing experiences of the child. Additionally, it is hoped that educational
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institutions charged with the responsibility of teacher training will
see the need to place more emphasis on affective teaching or teaching
with feeling.
Recommendations
The following recommendations are offered:
1. An additional study be undertaken to determine why student
interns increased in affective practices.
2. Using the findings of this study, that Atlanta University,
School of Education, include courses which focus on
humanistic aspects or approaches to learning as part of
a teacher preparation or inservice program so that those
teachers might be more interpersonally oriented in relat¬
ing to other staff members, as well as parents.
3. A more indepth study of student perceptions including a
larger sample of students might improve the study.
4. This study might be extended to determine how the children's






01 02 03 04 05 06 07 08 09 10 11 12
Perceives Self As A 1 1 1 1 1 1 1 1 1 1 1 1
Adequate Person B 1 1 1 1 1 1 1 1 1 1 1 1
Encourages Self- A 1 1 1 1 1 1 1 1 1 1 1 1
Expression B 1 1 1 1 1 1 1 1 1 1 1 1
Applies Principles A 0 0 0 0 1 1 1 1 1 1 1 1
Of Child Grov;th And B 1 1 0 0 1 1 1 1 1 1 1 1
Development in
Learning Situations
Utilizes A Variety A 1 1 1 1 1 1 1 1 1 1 1 0
Of Teaching Strategies B 0 1 0 0 1 1 1 1 1 1 1 1
Utilizes Individu- A 1 1 1 1 1 1 1 1 1 1 1 0
alized Instruction B 1 1 0 0 1 1 1 1 1 1 1 1
Equipment § Materi- A 1 0 1 1 1 1 1 0 1 1 1 0
als Accessible to B 1 1 1 1 1 1 1 0 1 1 1 1
Students
Uses Lessons Plans A 0 1 1 1 1 1 1 1 1 1 1 1
For Accountability B 0 1 1 1 1 1 1 1 1 1 1 1
And Skill Mastery
By Students
Uses Positive A 1 1 1 1 1 1 1 1 1 1 1 0
Reinforcement B 1 1 1 1 1 1 1 1 1 1 1 1
Techniques
Uses Student Initi- A 0 1 0 0 1 1 1 1 1 1 1 1
ated Activities B 1 1 1 1 1 1 1 1 1 1 1 1
Builds Self-Esteem A 1 1 1 1 1 1 1 1 1 1 1 1





01 02 03 04 05 06 07 08 09 10 11 12
Shows Affection A 1 1 1 1 1 1 1 1 1 1 1 1
For Students B 1 1 1 1 1 1 1 1 1 1 1 1




B 1 0 0 1 1 1 1 1 1 1 1 1
Evidence of Planned A 1 1 1 1 1 1 1 1 1 1 1 0
Yet Flexible
Procedure
B 1 1 1 1 1 1 1 1 1 1 1 1
Gives Pupils A 1 1 1 1 1 1 1 1 1 1 1 1
Compliments B 1 1 1 1 1 1 1 1 1 1 1 1
Displays An Interest A 1 1 0 1 1 1 1 1 1 1 1 1
In Students B 1 1 0 1 1 1 1 1 1 1 1 1
Total Observations 25 27 18 25 30 30 30 29 30 30 30 25









Teacher Evaluation Classroom Environment
Code: 0 = Observed NO = Not Observed
0 NO
1. Perceives himself as an adequate person.
2. Encourages students to express themselves.
3. Applies principles of child growth and development in
learning situations.
4. Utilizes peer tutoring, student contracts, or learn-
ing centers in the classroom.
5. Makes materials and equipment accessible to students.
6. Uses lesson plans for accountability and skill
mastery by students.
7. Uses positive reinforcement techniques.
8. Uses student-initiated activities.
9. Builds self-esteem in students.
10. Shows affection for students.
11. Promotes positive feelings among students.
12. Communicates the feeling that each individual is of
worth.
13. Evidence of planned yet flexible procedure.
14. Gives pupils compliments.






DIRECTIONS: Listen as your teacher reads each sentence, then check the
block that tells you about you.
Yes No Sometimes
1. I like being me.
2. I can be trusted.
3. My teacher thinks I am special.
4. I am proud when I complete a task.
5. I get along well with others.
6. I like to please my teacher.
7. I wish I were someone else.
8. I am not like other children.
9. My teacher accepts me.
10. I care about my classmates.
11. My classmates choose me as a leader.
12. I know what my teacher expects of me.
13. My classmates choose me last.
14. Other students don't understand me.





16. I have fun in my classroom.
17. I knowhow to work by myself.
18. I help my teacher plan my work.
19. I like to come to school.
20. I have a ’’special" place in my classroom.
21. My teacher works, plays, and learns with
me.
22. My teacher always greets me when I enter
the room.
23. My teacher cares about me.
24. My teacher makes me feel good about
myself.
25. My teacher understands me.
26. My teacher gives directions I can under-
stand.
APPENDIX D
SUMMARY OF STUDENT RATINGS
Items Teachers
01 02 03 04 05 06 07 08 09 10 11 12




3 2 4 10 5





7 2 4 8
7 4 4 8














My teacher accepts me 3 2 3 4 8 4













3 4 8 3







My teacher takes time to
listen to me
2 3 4 3 8 3









I help my teacher plan my
work
3 13 4 3 6 3
4 4 5 5 10 5
4
4
5 4 3 4 6
8 7 4 4 8
My teacher works, plays,
and learns with me
3 2
4 4
3 4 8 3 3 6







My teacher always greets
me when I enter the room
2
4
3 4 4 8 5









My teacher cares about me 2 3
4 4
2 4 5 5
5 5 10 5
3 8
4 8
7 3 2 4
7 4 4 8
APPENDIX D--Continued
Items Teachers
01 02 03 04 05 06 07 08 09 10 11 12
My teacher makes me feel 3 4 4 3 7 5 4 6 7 3 2 6
good about myself 4 4 5 5 10 5 4 8 7 4 4 8
My teacher understands 4 4 4 4 7 5 3 6 5 3 2 2
me 4 4 5 5 10 5 4 8 7 4 4 8
My teacher gives directions 4 4 1 5 8 4 4 7 4 4 3 2
I can understand 4 4 5 5 10 5 4 8 7 4 4 8
Total 35 36 34 47 93 48 44 82 70 38 40 60
Percentage 73 75 56 78.3 78 80 91.6 85.4 79.1 83.3 83.3 62.;
Top Number = Number of Students Perceiving Affective Attitude
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